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ABSTRACT 
 Attempting to create an authentic placement exam for a program using process-oriented 
writing pedagogy presents many challenges. Practitioners and researchers have debated both the 
nature of authentic assessment and nature of process-oriented writing for more than forty years. 
The University of Illinois found some success creating an authentic process-oriented English 
Placement Test in 2000, but over the next twenty years that exam underwent many changes. 
Using a database of exams from Summer 2018, this thesis investigates whether the test takers 
utilized the first drafting period in a way consistent with how process-oriented writing is taught 
to ESL students at the University of Illinois. Four main patterns of first drafts were found and 
while all of these indicated some level of process-oriented writing they were not all consistent 
with the process-oriented writing pedagogy at the University of Illinois. Additionally, this thesis 
investigated the changes in writing from what was submitted at the end of the first drafting 
period to what was submitted at the end of the final drafting period and whether those changes 
aligned with what would be expected of process-oriented writing. Process-oriented writing 
involves a mix of micro and macro revisions to writing which was not the finding in this data. 
Post-test surveys provided test taker perspective on the exam and findings were consistently 
positive.  
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CHAPTER 1: INTRODUCTION 
Educators constantly fight to find the balance between what the literature suggests the 
best option is and what is feasible based on the amount of time and resources available. Often, 
the process starts with the ideal which is then stripped down until it reaches feasibility or as the 
resources diminish the ideal is slowly etched away. Language assessment is not immune from 
this process. Over the past 40 years, the importance of authenticity in language assessment has 
been another aspect of this struggle. Language assessment practitioners seek to create 
assessments that display the test takers true ability to complete a task outside of the testing 
environment. Even in theoretical terms, creating an authentic language assessment proves 
difficult, when additional feasibility concerns are layered upon that it becomes herculean.  
In 2000, a PhD student at the University of Illinois, Yeonsuk Cho, worked to create an 
ideal English Placement Test for incoming International students based on the ESL departments 
usage of process-oriented pedagogy (Cho 2001). This exam required two days and extensive 
proctoring. It involved peer interaction through discussions, brainstorming and peer review and 
the very nature of the exam lasting two days meant that students had time to consider the 
materials and their view point on the argument that they needed to make in their essay.  
While the piloting of Cho’s exam had positive results, by 2006 when Lee (2006) studied 
it the exam had already been narrowed down to a single day, albeit the majority of the elements 
from the two day exam were still in use. Lee (2006) also found the exam to be positive for test 
takers and adherent to the principles of process-oriented writing pedagogy. In the years after, 
slowly the workshop element of the exam was chipped away. The University of Illinois’s 
international student enrollment increased as did the TOEFL and IELTS cutoffs for who could 
exempt the exam. Improvements in educational software allowed the exam to be taken in the 
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comfort of their own homes necessitating fewer proctors. The trend toward virtual testing made 
the exam more efficient, but the workshop elements less feasible and the peer discussions and 
review sessions were eventually removed.  
Though these changes allowed for more testing of incoming international undergraduate 
and graduate students, the impact to the process-oriented writing nature of the original exam was 
not studied. This thesis seeks to determine whether the test takers still authentically engage in 
process-oriented writing despite the shortened time period and eliminated peer interaction 
through studying data from the 2018 version of the test.  
3 
 
CHAPTER 2: LITERATURE REVIEW 
2.1 Assessment Authenticity and Process-oriented Writing 
The conversation surrounding authenticity in language testing is not a new one. In 1985, 
the journal Language Testing dedicated an entire issue to authenticity in language assessment. In 
it, Shohamy and Reves (1985) surveyed the trend towards authenticity and its benefits while 
identifying two major problems. They claim the benefits of authentic assessment are the same as 
direct testing. Hughes (2013) describes the benefits of direct testing as being threefold. He states 
that direct testing provides a clear path for creating the assessment and then interpreting the 
results as well as the potential for positive backwash.  This is because when the goal is to test a 
skill as directly as possible then the assessment should mirror that as closely as possible.  
The first problem identified by Shohamy and Reves (1985) was related to psychometric 
issues, including the variability of natural language. The second, and more relevant for the 
purposes of this paper, is “the naive belief that the so-called authentic tests are really authentic“ 
(Shohamy and Reves, 1985). While they were mainly discussing the assessment of oral 
interaction, this question of whether an assessment is truly authentic persists for all aspects of 
language, including writing. From the same journal issue, Spolsky (1985) argues that even 
though a test requires authenticity in order to have “generalizable results” the nature of test 
language is in itself inauthentic. He also addresses the question of authenticity in choosing 
readings or listenings for assessment purposes and how that can diminish an assessment’s 
authenticity. 
 While Spolsky articulates the many challenges with creating authentic assessments, he 
does not offer much practical advice. Bachman (1990) lays out two specific ways that 
practitioners can approach authenticity in assessment. The first way is by ensuring the face 
validity of the assessment is solid - making sure that the assessment appears to be assessing what 
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it purports to. In this setting, authenticity is one of many principles to guide assessment 
development. The second way takes authenticity, or as Bachman (1990) puts it “non-test 
performance”, as the most important quality of assessments under the “Communicative 
Language Testing” framework. This second way is confounded by the same vagueness of 
approach and potential for failure due to assessor influence or reaction that was described by 
Spolsky (1985). However, as Lewkowicz (2000) articulates, Bachman brings focus to the 
importance of the outcome of the assessment as it relates to authenticity. That is, for an 
assessment to be authentic, it must represent the test takers true ability to perform the task in the 
real world. In the context of a university ESL writing placement test, this would mean that for 
the test to be authentic the test taker would need to write an essay that reflects their writing 
ability in the ESL classroom situation that they are being placed into.  
 Despite the theoretical discussions of authenticity in the language testing literature, the 
concept itself remains loosely defined and inconsistently operationalized. In the context of 
writing assessment, there is no single definition of authenticity, even in the general literacy 
context. Wargo (2019) explores these different definitions and notes how the texts and tasks 
related to “real world” contexts are seen as authentic while academic ones are seen as less so. For 
the purposes of this paper, we will follow Weninger’s (2017) view that authenticity not only 
exists in tasks related to the real world but also in the tasks that the student acknowledges as 
preparing them for future academic developments. Wiggins (1994) argues that the quest for 
efficiency and reliability in assessments diminishes the authenticity of the task and in turn 
teaches students unintended lessons about what writing should be. Sometimes these lessons have 
to be more explicit when the testing environment is inauthentic enough that students consistently 
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are unable to accurately display their skills and require additional instruction on how to succeed 
in taking the test (Robertson, et al, 2016).  
 With these concepts of authentic assessment in mind, the path for creating a placement 
test for a University level ESL course can become simplistic. To test writing ability, have the 
students write. TOEFL has a writing section and research has been done to see if that is enough 
to accurately place university students in ESL courses. This research has not shown a strong 
enough relationship to suggest that TOEFL scores are enough to accurately place students in 
University ESL courses (Moglen, 2015; Kokhan, 2012). Some researchers have used corpus 
based experiments to find that language used in TOEFL does not reflect the language used in an 
academic environment (Staples, Biber & Reppen 2018; Weigle & Friginal, 2015). Additionally, 
Weigle and Friginal (2015) found that the linguistic patterns varied greatly depending on the 
topic of the writing prompt, suggesting that the past experiences of the test taker can affect the 
writing independent of the true nature of the students writing ability.  
 Hughes (2013) suggests that the best placement tests are specific to the program the test 
taker is looking to be placed. Since TOEFL cannot be considered an accurate way to place test 
takers in a University ESL course, Universities must take different approaches.  Some 
universities, like University of California, Davis choose to have placement tests occur on a 
department level (Moglen, 2015). Allowing departments to administer their own tests could be 
seen as an attempt at authenticity because those departments will have a better grasp on what 
genre of English their students will need. This type of reasoning can be seen in research on 
whether TOEFL or GMAT is more predictive of international student performance in a graduate 
accounting program (Krausz, et al, 2005). They found that the GMAT was much more predictive 
of student performance in the accounting program than TOEFL. 
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 Not all universities use a departmental placement approach though. Although not specific 
to international students, the University of Utah and the University of Michigan have taken a 
different approach to creating an English placement test for their incoming freshman. The 
University of Utah gives students 72 hours to read an article and develop a persuasive opinion 
essay while the University of Michigan gives their students a month to do the same task (Zanders 
& Wilson, 2019). This approach to a writing placement exam allows the students time to both 
consider the article they have read, as well as plan, write and revise their essay. It also reflects 
that single timed writing exams are not something generally utilized in the University context.      
  Many universities also have a separate English Placement Test for incoming international 
students. When this is the case, the university must examine the instruction occurring in the ESL 
classrooms and create a placement to accurately reflect that curriculum. Process-oriented writing 
is a very popular pedagogical technique present in many writing classrooms both for L1 and L2 
students, including at the University of Illinois. While he does not explicitly say this, Wiggins’ 
(1994) arguments about authenticity are deeply rooted in the concept of process orientated 
writing, that writing is more than just the final product and that the assessment of it should reflect 
more of a loop than a one-time affair. Like authenticity, process-oriented writing does not have 
one easy definition and has been at times controversial. Susser (1994) attributed the controversy 
of process-oriented writing to the multitude of definitions and a misunderstanding of what 
process-oriented writing is, confusing it for theory instead of a pedagogical practice. He asserts 
that process-oriented writing is about making the student aware that writing is a process and that 
the process of writing is not monolithic. Process-oriented writing should build awareness in the 
student and that writing should assist in the development of ideas (Susser, 1994).   
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Many popular manuals for teaching writing, both to second language learners and first 
language learners, outline stages of process driven writing and practical approaches for engaging 
the students in the process of writing (Ferris & Hedgcock, 2003; Wiegle, 2014; Williams, 2003; 
Brown & Lee, 2015). These manuals encourage teachers to engage their students in writing as 
almost a social endeavor. Instead of writing being something undertaken by a hermit in a 
candlelit room, it is a conversation between the reader and the writer. The reader provides 
feedback to the writing about what is working and what’s not on both a micro and macro-level 
until both the reader and writer are satisfied with the product. This conversation occurs during all 
of the “steps” that have been described by pedagogy researchers. These steps include things like 
prewriting, organizing ideas, drafting, and a revisionary cycle (Ferris & Hedgcock, 2003; 
Wiegle, 2014; Williams, 2003; Brown & Lee, 2015). In the classroom, it is not just the teacher 
who can provide feedback during these steps but also peers.  
The importance of feedback in process-oriented writing cannot be underestimated 
(O’Brien, 2004). Without feedback, it’s necessary for the writer to identify grammar errors, 
confusing sentences, and faulty reasoning on their own. When writers engage with a reader of 
their work there is a “negotiation of meaning” that can help them better address weakness in their 
writing (Flower, 1994). Additionally, researchers have found that peer feedback is a two-way 
street where the reader becomes more aware of improvements that they can make in their own 
work (Jacobs, et al, 1998). This folds into an important part of process-oriented writing which is 
that revision should not just occur on a word level for grammatical errors and word choice, but 
revision for clearer meaning should also occur (O’Brien, 2004). From the drafting stage to the 
final essay both micro and macro changes to the essay should be expected.  
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 From a second language perspective, going from the sentence to a paragraph to writing 
an entire essay can be daunting and process-oriented writing can provide a framework to make 
drafting an essay feel more manageable (Martinez, et al, 2020). Some second language 
researchers (Mehr 2017; Listyani 2018; Martinez, et al, 2020) have found that using a process-
oriented approach improved the quality of students writing and that the students themselves 
found it helpful. One reason the process-oriented approach could improve second language 
writing is because it improves student’s meta-cognitive awareness which Balta (2018) found 
decreased student writing anxiety. In the same study, a positive relationship was found between 
student writing anxiety and argumentative writing skills (Balta, 2018).  
 As previously stated, placement assessments work best when they are specific to the 
program the students are entering (Hughes, 2013). Knowing that the University of Illinois ESL 
services courses taught based in process-oriented writing, an effort was made to see if a process-
oriented placement test could be developed and implemented to make a more authentic 
assessment process than the timed single draft essay test (Cho, 2001). This resulted in a 2-day 
long workshop based English Placement Test (EPT) being offered starting in 2000. The 
workshop style placement exam included multiple small group brainstorming sessions, class 
brainstorming, a drafting period, as well as peer review and then a revision period. Cho (2001) 
found that the students who took the workshop style placement tests wrote essays that were more 
highly rated than the original, single writing session exam and led to UIUC adopting this 
process-oriented workshop style exam. Cho (2001) also found a student preference for the 
workshop style exam.  For many years, students received a choice about which type of exam 
they wished to take (Lee, 2006). Lee (2006) studied the process-oriented writing assessment at 
the University of Illinois and had both the first draft and the final draft rated. This study found 
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that the changes, from lexicogrammar to organizational to source usage, that the test takers made 
to the first draft resulted in higher ratings which resulted in some of these students needing to 
take fewer ESL courses. These types of revision are consistent with process-oriented writing 
because they are happening on both the micro and macro scale. Showing that process-oriented 
writing can benefit students in an assessment context (Lee, 2006).  
In 2000, on average only 500 students were required to take the EPT at the University of 
Illinois (Davidson & Cho, 2001). In this study, 405 essays were collected just from the August in 
person EPT sessions, and the total number of test takers each year has risen to over 1000. This 
dramatic increase in the number of tests needing to be administered and slowly led to the 
changes that took the test from a 2 day interactive workshop exam to the 2018 version, 
encompassing just the first and final draft with no peer interaction. This style of exam still 
appears to be process-oriented and thus maintains the desired authenticity. However, it is unclear 
whether this style of exam elicits the same writing processes as the original workshop based 
exam or the ESL classrooms at the University of Illinois As of 2019, UIUC has returned to the 
single writing session version of the exam. 
2.2 Context of the study 
 Prior to 2008, there were less than 500 international students who were required to take 
the EPT. Starting in 2008, the number of international students required to take the EPT started 
to rise and by 2018 over 1000 test takers were taking EPT prior to the start of the fall semester 
(Chung, et al, 2015). The increase in test takers in 2008 resulted in the beginning of the option to 
administer the test virtually. With the increase in international students and the changing 
requirements to exempt the exam, the University of Illinois decided to reduce the amount of time 
that would be required to administer the EPT. The workshop version of the exam faced various 
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changes and by 2018 it was reduced to including a first drafting period and final drafting period 
only. At face value the shorter version of the test, still included elements of process-oriented 
writing. However, unlike the earlier versions of the process-oriented exam, no research had been 
done to see if it was still authentic to the concept of process-oriented writing.  
 Because the University of Illinois EPT team keeps detailed records of the data 
surrounding the EPT - including the first drafts submitted, final drafts submitted, and the optional 
post test survey - the decision was made to use this previously existing data. To ensure some 
consistency in how the test was administered, only in person exams completed between August 
17th, 2018 and August 27th, 2018 where the student had submitted a post test survey were used 
as part of this data set. The proctors for the in-person exam highly encouraged all of the students 
to complete the post-test survey. This resulted in an initial data set of 405 test takers. However, 
due to technical issues where a first draft or final draft was not properly uploaded into the 
system, most metrics were analyzed using approximately 350 data points.  
 At the University of Illinois, the ESL service courses teach academic writing through the 
lens of process-oriented pedagogy. The ESL service courses at the University of Illinois attempt 
to give students the resources to improve their writing through reflection and revision. 
Grammatical instruction is not explicitly given in the classroom; but, may be undertaken during 
the individual conferences that students attend about their writing throughout the semester. 
Students instead are instructed on how to improve the organization and argumentation style of 
their essays. This is done by teaching a variety of planning processes including outlining and 
visual techniques. The students are meant to reflect on their plan before they begin writing to 
ease in the production of the first draft. They are trained and engage in peer review sessions so 
they can not only provide feedback to their peers but also learn from reflecting on their peers 
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writing. The students must engage in lexicogrammar as well as developmental changes in order 
to receive high marks on their final drafts. The researchers expected test takers either to use the 
first drafting period similarly to how process-oriented writing is taught in the ESL classrooms at 
the University of Illinois by engaging in outlining processes or by attempting to write a fully 
formed first draft.  
Considering the data available, this study sought to determine both how the first drafts 
were being used by the test takers and what changes test takers made between drafts in order to 
determine whether the exam still maintained the authentic approach to process-oriented writing 
that the 2000 version of the exam accomplished.  
 
2.3 Research Questions  
1. Is the first draft period used in a way consistent with process-oriented writing, either a) 
by writing a complete draft that they will be able to revise or b) by using it as a planning 
period?  
2. Do test takers make revisionary changes between the first and final draft that are 
consistent with process-oriented writing or do they just add content to what they have 
already written? 
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CHAPTER 3: METHODOLOGY 
3.1 Participants 
This data set includes both undergraduate and graduate students from a variety of 
language backgrounds. In 2018, as well as now, the vast majority of the international students at 
the University of Illinois, 87%, come from Asia. Most of those students come from China, with 
India and South Korea following (ISSS, 2018). Together China, India, and South Korea made up 
73% of the new student population (ISSS, 2018). International graduate students are able to 
forgo any ESL courses if they are able to exempt the exam or if they score highly enough on the 
EPT. The exemption requirements for graduate students and undergraduate students differ 
slightly. An international graduate student can exempt the EPT with TOEFL iBT score higher 
than 102 or with an IELTS score higher than 7. The policies for international undergraduate 
students are more complicated. The exemption policies for international undergraduates require a 
TOEFL iBT score higher than 103, a IELTS score higher than 7.5, or transfer credit equivalent to 
the University of Illinois first year composition course. If an undergraduate student has exempted 
the EPT through a TOEFL or IELTS score but stills has to complete a first year composition 
course, she may choose to take the EPT instead of exempting so that she may take the ESL 
version of the first year composition course instead of the general first year composition course. 
The 405 test takers included in this study were a mix of undergraduate and graduate students 
from a variety of language backgrounds and majors as well as time spent in the United States.   
3.2 Materials 
During the summer 2018 EPT, the in-person test took place in a lecture hall with a 
computer station for each test taker. For a timeline of the process see Table 1 below. Proctors 
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provided test takers with instructions via a screen at the front of the lecture hall, as well as 
verbally. The proctors informed the test takers that they would be given a topic and then need to 
write an argumentative essay supporting only one side of the debate using information from the 
lecture and reading materials. Then, the proctor introduced the test takers to the specific topic for 
that testing session (a list of the topics appears in the appendix). A team of graduate students 
from the linguistics department made up primarily of Masters in Teaching English as a Second 
language students developed the topics and materials during the previous semester. 
 After the short introduction to the test and the topic, the proctors then showed a lecture 
of less than 10 minutes on a screen at the front of the lecture hall. Then the proctors have the test 
takers 20 minutes to read the “article” on the topic. The “article” consisted of six separate 
paragraphs each with headings, three supporting the pro-position of the topic and three 
supporting the con-position. After the reading period, the first drafting period began and lasted 
20 minutes. Then the test takers had 60 minutes to complete the final draft. Once the students 
finished the final draft they were instructed to complete the optional post-test survey.  
Table 1: 2018 EPT procedures  
Check-in/log-in to the computer   
Introduction to EPT   
Video Lecture (students given scratch 
paper) 
~10 Minutes (varies slightly depending on 
topic) 
Reading period for Article 20 minutes  
First Draft Writing Period 20 minutes  
Final Draft Writing Period 60 minutes  
Post-Test Survey Own Pace  
 
The survey questions deemed relevant to this research were those related to planning the 
essays and test length. These questions are listed below. The students were asked whether they 
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agreed or disagreed with the statements on a 5 point Likert scale. The survey results included in 
this study are listed below. The full survey can be found in Appendix B. 
2. I found the length of the test acceptable. 
6. I had enough time to plan my essay.  
7. I think writing a first draft was helpful. 
8. I was able to write a better essay based on the first draft. 
9. I had enough time to revise my essay. 
3.3 Data analysis 
 The researcher compiled the data into spreadsheets for analysis. The initial analysis 
started with determining the different types of first drafts that the test takers wrote and then 
developing a coding scheme based on these findings. The same was then done for the differences 
between the first and final drafts, specifically the changes made to the thesis statement, 
introduction, and body paragraphs. After consultation with the researcher’s thesis advisor, the 
codings were changed over the course of the analysis to better capture the data present. The 
researcher also used Excel to calculate the number of words in each draft and the differences 
between the number of words in the first as final draft as well as the number of complete 
paragraphs present in each draft and the differences in the number of complete paragraphs. For 
the purposes of this research, a complete paragraph was determined to be 3 or more complete 
sentences. Throughout the data analysis 10% code checks were done to make sure that the 
researcher was being consistent with herself. The first 10% code check included the training of a 
colleague who was not involved in the research. It was during this first consistency check that 
some issues were uncovered and adjustments made. After the adjustments, the intra-rater coding 
rate for first draft codings was 83% for exact matches between all 10 subcategories and was 97% 
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between the four major patterns. The consistency for the thesis statement changes was 91% 
while the consistency for the introductory paragraphs was around 74% for exact matches and 
95% for paragraphs where two codings were used during one rating (ex: DL) but only one 
coding was used for the other rating (ex: D).  
 For the first draft codings, the researcher found four main patterns each of which had 
subcategories within the main pattern. Condensed explanation charts are shown below in Table 
2a and 2b. A complete list of the codings used in this data with full descriptions are in the 
Appendix A: Description of Codes and Terms. Test taker examples of all codings can be found 
in Appendix C. The first pattern related to test takers who wrote very little during their first 
drafting period. This pattern (1), referred to as “minimal”, included three subcategories and did 
not fit into the pedagogical framework of process-oriented writing taught by the ESL courses at 
the University of Illinois. An example is shown below in Table 2.  
 
Table 2: First draft student example 
 “Minimal” (1), test taker 58 In our today 
 
 
The second pattern consisted of students who used the first drafting period to write a 
topic sentence based outline. These test takers used the first drafting period to create a clear, 
although sometimes overly concise, plan for their essay. This pattern (2) had two subcategories. 
These subcategories consisted of (2a) “topic sentence based outline” and (2b) “topic sentence 
based outline + introduction”. Both subcategories align with the types of process-oriented 
writing techniques taught by the ESL courses at the University of Illinois. These first two 
patterns (1 and 2) resulted in relatively consistent codings even within the subcategories, see 
Table 3a.  
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Table 3a: First draft pattern names and meanings 
Pattern Name Meaning 
1 Minimal – student wrote very little 
1a Individual Keywords 
1b Formulaic Sequences and Expressions 
1c One or Two Sentences 
2 Topic Sentence Based Outline 
2a Topic Sentence Outline 
2b Introduction + Topic Sentence Outline 
 
 The final two patterns were “partial first draft” (3) and “complete first draft” (4). A 
completed first draft was the rarest of the categories. The third category, “partial first draft”, was 
the most varied of the categories and the hardest to determine a consistent coding pattern for. At 
the beginning of data analysis it started with three subcategories. The first “introduction only” 
(3a) consisted of first drafts where the test taker had only written an introductory paragraph. The 
second “extended outline” (3b) consisted of drafts where the test taker had a format resembling 
an outline but provided more information than just the topic for each paragraph. These 
sometimes were done with complete sentences and sometimes were done using phrases and 
keywords. The third subcategory was “complete paragraph, incomplete outline” and consisted of 
drafts where the author had written paragraphs but without a visible outline. A consistency issue 
came to light between determining the line between “introduction only” (3a) and “complete 
paragraphs, incomplete outline” (3c). Because of this, a fourth subcategory was created called 
“introductory paragraph + 1 or 2 sentences”. This created a clear line and resulted in more 
consistent codings. Of these, a “completed first draft” as well as an “extended outline” were the 
subcategories that resembled the process-oriented writing techniques taught in the University of 
Illinois ESL courses, see Table 3b. 
17 
 
 
Table 3b: First draft pattern names and meaning 
Pattern Name Meaning 
3 Partial First Draft 
3a Introductory paragraph only 
3a+ Introduction + 1 or 2 sentences 
3b Extended outline, outline with more information than just a topic sentence 
3c Complete Paragraphs, incomplete outline 
4 Complete First Draft 
 
 The types of changes observed between the first and final drafts were mainly the addition 
of new content, referred to henceforth as “content development” (D) and lexicogrammar changes 
(L) including word choice, punctuation and mechanical changes, as well as small changes to the 
structure of the sentence or addition of stock phrases like “in my opinion”. A paragraph could 
include both of these types of changes. In rarer cases, test takers also changed the topic of their 
essay or paragraph (C) or wrote the draft in one language and translated it to another (T). The 
thesis and introduction had an additional coding of “exact” (E) to include drafts where no 
changes were made to the thesis or introduction. Finally, test takers who had no identifiable 
thesis in their first draft received a coding of “no thesis present” (N) to capture that data. 
Examples of these changes are shown below in Table 4.  
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Table 4: Student examples of changes made between drafts 
Change code 
Location of 
change 
First draft version Final draft version 
Exact (E) 
Thesis, test 
taker #312 
In my view, schools are 
supposed to replace print 
textbooks with e-books. 
In my view, schools are supposed 
to replace print textbooks with e-
books. 
Lexicogrammar 
(L) 
Thesis, test 
taker #31 
My opinion is that the 
government should issue 
patents to the medical 
company continuelly. 
My opinion is that the government 
should issue patents to the medical 
company . 
Content 
Development 
(D) 
Introduction, 
test taker #271 
With the rapid growth of 
technology, I, given the 
chance, would strongly 
espouse that... 
With the rapid growth of 
technology, the high-profile issue 
should automated scoring systems 
be used to grade test answers 
becomes more and more popular. I, 
given the chance, would strongly 
espouse that automated scoring 
systems is a great way to grade test 
answers. 
Content 
Development + 
Lexicogrammar 
(DL)  
Introduction, 
test taker #352 
For my opinion, the 
government should not 
stop issuing patents to 
companies that invent 
new medicine. 
Nowadays,lots of people begin to 
consider about the high price of 
medicine and gradually to unsure 
whether the government should 
continue issuing patents to 
companies that invent new 
medicines. For my position, the 
government should not stop issuing 
patents to companies that invent 
new medicine. 
Topic Change 
(C) 
Introduction, 
test taker #258 
Nowadays, although the 
US government allow 
single-sex programs in 
public schools, it should 
not be allowed in the 
future. There are several 
advantages and 
disadvantages of single 
sex schools on student's 
skills and abilities in 
their academic lives. 
Single sex education is separation 
between two genders in schools. 
Although some private schools 
proved the education to students, 
the US public school can be 
allowed the system because of the 
law. Although the previous law of 
"Title 9" was illegal , the US 
government allow public single sex 
schools by the law. According to 
the lecture and reading, the US 
should still allow single gender 
schools in public schools because 
of the following supportive ideas 
of the argument and comparisons. 
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 After the essays were coded, data analysis was done by creating frequency tables and 
then converting those numbers to proportions so they could be compared between categories that 
did not have the same number of data points. These codings were compared across EPT 
placement ratings. The survey data was also compared across EPT placement ratings.   
 If this version of the test is consistent with process-oriented writing as it is taught to ESL 
students at the University of Illinois, we would expect that, in answer to research question 1, the 
majority of the students would have submitted either an outline (2 or 3b) or a first draft (4) by 
the end of the first drafting period. Since 20 minutes is a short time to write an entire draft of an 
argumentative essay, it would be expected that more outlines would be seen than completed first 
drafts. Additionally, in answer to research question 2, the researcher expected high levels of 
students to make both content development and lexicogrammar changes (DL), i.e. micro and 
macro level changes to their essays. The majority of the changes would not be development (D) 
only, because this would suggest that the majority of the writing happening during the final 
drafting period would be the addition of new content and not revision to or reflection on existing 
content. Finally, we would expect very low levels of students keeping their introductions and 
thesis statements exactly the same. No revision suggests that the first drafting period would 
essentially have been used as a 20 minute long addition to the final drafting period which makes 
their testing experience equivalent to a single session timed writing exam. 
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CHAPTER 4: RESULTS 
4.1 Results for Research Question 1  
 
Research Question 1: Is the first draft period used in a way consistent with process-
oriented writing, either a) by writing a complete draft that they will be able to revise or b) 
by using it as a planning period?  
In response to the first research question, coding of the first draft was utilized to show the 
characteristics writing submitted after the first drafting period of the EPT. Table 5a shows the 
raw frequencies of different types of first draft the EPT test-takers composed while Table 5b 
shows the percentages (a short description of the codes are listed below all tables). Table 5c 
shows the 4 subcategories that relate to process-oriented writing as it is taught in the University 
of Illinois ESL courses. These subcategories are a completed first draft, 4, as well as the 
subcategories related to planning - 2A, 2B and 3B. Based on the descriptive statistics few test 
takers submitted either a minimal amount of writing (1), 7.3% or a completed first draft (4), 
2.2%. Whereas pattern 3, “partial first draft” was the most frequent, 60.2%. 53.4% of test takers 
used the first drafting period in the ways that process-oriented writing is taught at the University 
of Illinois. There was also an association between test takers who used the first drafting period in 
a way associated with how process-oriented writing is taught at the University of Illinois and 
their placement level. Students in the highest placement group, P1, were more likely (68.6%) to 
have a first draft associated with process-oriented writing than the middle placement, P2, 
(54.3%) or the lowest placement, P3, (50.2%).  
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  Table 5a: Raw frequencies of subcategories of first drafts* 
Placement 
 1A 1B 1C 2A 2B 3A 3B 3C 3A+ 4 Sum 
P1 0 0 2 6 9 5 9 2 2 0 35 
P2 2 1 4 19 19 18 28 20 13 3 127 
P3 2 3 13 26 33 29 40 43 13 5 207 
ALL 4 4 19 51 61 52 77 65 28 8 369 
*1 denotes the pattern “minimal”: 1A - Individual Keywords; 1B - Formulaic Sequences and Expressions; 1C - 1 or 2 sentences. 
 2 denotes the pattern “Topic Sentence Based Outlines”: 2a - Topic Sentence Outline; 2B - Topic Sentence Outline + 
Introductory Paragraph. 3 denotes the pattern “Partial First Draft”: 3A - Introduction Only; 3A+ - Introduction + 1 or 2 
sentences; 3B -Extended outline; 3C - Complete Paragraphs, incomplete outline. 4 denotes a “complete first draft”. 
   
  Table 5b: Proportions of subcategories of first drafts* 
 
Placement 
Table 5b 
1A 1B 1C 2A 2B 3A 3B 3C 3A+ 4 
P1 0.000 0.000 0.057 0.171 0.257 0.143 0.257 0.057 0.057 0.000 
P2 0.016 0.008 0.031 0.150 0.150 0.142 0.220 0.157 0.102 0.024 
P3 0.010 0.014 0.063 0.126 0.159 0.140 0.193 0.208 0.063 0.024 
ALL 0.011 0.011 0.051 0.138 0.165 0.141 0.209 0.176 0.076 0.022 
*First Draft Coding Subcategory: 1 denotes the pattern “minimal”: 1A - Individual Keywords; 1B - Formulaic Sequences and 
Expressions; 1C - 1 or 2 sentences. 2 denotes the pattern “Topic Sentence Based Outlines”: 2a - Topic Sentence Outline; 2B - 
Topic Sentence Outline + Introductory Paragraph. 3 denotes the pattern “Partial First Draft”: 3A - Introduction Only; 3A+ - 
Introduction + 1 or 2 sentences; 3B -Extended outline; 3C - Complete Paragraphs, incomplete outline. 4 denotes a “complete 
first draft”. 
 
 
Table 5c: Proportions of subcategories of first 
drafts related to RQ1* 
 
Placement 
 2A 2B 3B 4 Sum 
P1 0.171 0.257 0.257 0.000 0.686 
P2 0.150 0.150 0.220 0.024 0.543 
P3 0.126 0.159 0.193 0.024 0.502 
 ALL 0.138 0.165 0.209 0.022 0.534 
* First Draft Coding Subcategory: 2 denotes the pattern “Topic Sentence Based Outlines”: 2a - Topic Sentence Outline; 2B - 
Topic Sentence Outline + Introductory Paragraph. 3B -Extended outline. 4 denotes a “complete first draft”.  
4.2 Results for Research Question 2 
Research Question 2: Do test takers make revisionary changes between the first and final draft 
that are consistent with process-oriented writing or do they just add content to what they have 
already written? 
The changes test takers made from their first drafting period to the final drafting period 
were coded for the thesis, introduction, and first paragraph to answer the second research 
22 
 
question. Table 6 shows the percentages for the thesis statements. The most common change was 
lexicogrammar (L), 38.4%, followed by test takers who kept their thesis statements exactly the 
same (E), 27%. This finding was not consistent across all placement levels. 
 
 
 
Table 6: Proportions of change codes for thesis 
statements* 
Placement 
 E N D L C 
P1 0.235 0.235 0.147 0.353 0.029 
P2 0.352 0.172 0.123 0.336 0.016 
P3 0.227 0.222 0.128 0.419 0.005 
ALL 0.270 0.206 0.128 0.384 0.011 
 
*Thesis Change Codes: E - Exactly the same from first to final draft, N 
- No thesis statement present in first draft, D - thesis statement has 
content development, L - thesis statement has lexicogrammar changes, 
C - Thesis statement changed positions 
Table 7 shows the percentages for the introductory paragraphs. As with the thesis 
statement changes, the most common change was lexicogrammar only (L), 34%. Unlike the 
thesis statements, keeping the introductory paragraph exactly the same (E) was much less 
common, 1.1%, and instead the next most common changes were content development (D), 
29.5%, and content development with lexicogrammar changes (DL), 24.5%. 
 
Table 7: Proportion of change codes for introductory 
paragraphs* 
Placement 
 E D DL L C 
P1 0.059 0.441 0.176 0.324 0.000 
P2 0.149 0.223 0.273 0.339 0.017 
P3 0.098 0.314 0.240 0.343 0.005 
ALL 0.011 0.295 0.245 0.340 0.008 
 
*Introductory Paragraph Change Codes: E - Introductory paragraph 
exactly the same from first to final draft, D - Content development 
between drafts, DL - Content development and Lexicogrammar changes 
between drafts, L - Lexicogrammar changes only between drafts, C - 
Argumentation position changed between drafts 
 
Table 8 shows the percentages for first paragraph changes between the first drafting 
period and the final draft. The changes to the first body paragraph shows a shift to content 
development (D) not only being the most common change, 65.3%, but a majority of the changes 
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made to the first body paragraph. Content development with lexicogrammar changes (DL) were 
the next most common type of change, 27.4%, with the other types making up much smaller 
percentages than for the thesis statements or introductory paragraphs. 
 
Table 8: Proportion of change codes for first body 
paragraphs* 
 
Placement 
 E D L DL C 
P1 0.000 0.882 0.000 0.118 0.000 
P2 0.017 0.603 0.050 0.314 0.017 
P3 0.020 0.643 0.045 0.276 0.015 
ALL 0.017 0.653 0.042 0.274 0.014 
 
*First Body Paragraph Change Codes: E - Introductory paragraph 
exactly the same from first to final draft, D - Content development 
between drafts, DL - Content development and Lexicogrammar changes 
between drafts, L - Lexicogrammar changes only between drafts, C - 
Argumentation position changed between drafts 
 
Table 9 shows the number of body paragraphs submitted after the first drafting period. A 
paragraph had to contain three or more sentences. This data shows that most, 79.2%, of test 
takers finished the first drafting period without a body paragraph. For test takers whose essays 
were rated the highest level, P1, the percentage was higher, 97%. 
 
Table 9: Number of body paragraphs after 
first drafting period 
 
Placement 
 0 1 2 3 
P1 0.971 0.029 0.000 0.000 
P2 0.787 0.148 0.049 0.016 
P3 0.764 0.176 0.040 0.020 
 ALL 0.792 0.152 0.039 0.017 
4.3 Results for Post-Test Survey  
Table 10 shows the results of the post test survey which has been simplified from the 5 
point likert scale to a three point scale for ease of interpretation. All of the survey questions 
related to test length and essay planning had positive responses from the majority of test takers. 
While there were slight differences in the percentages between placement levels for each 
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question, a majority of test takers at each placement level responded positively to each survey 
question. The survey questions were also analyzed based on what first draft coding the 
respondent used. The same pattern holds, except for questions 2 and 9, which are shown in 
Tables 11 and 12. 37.5% of test takers who submitted a completed first draft at the end of the 
first drafting period felt that the length of the test was acceptable. 40% of test takers who wrote a 
“minimal” (1) first draft felt that there was enough time to revise the essay. 
Table 10: Survey questions and response proportions 
 
Negative 
Response 
Neutral 
Response 
Positive 
Response 
2. I found the length of the test acceptable. 0.067 0.094 0.840 
6. I had enough time to plan my essay. 0.119 0.119 0.763 
7. I think writing a first draft was helpful. 0.121 0.205 0.674 
8. I was able to write a better essay based on the 
first draft. 0.123 0.212 0.664 
9. I had enough time to revise my essay. 0.230 0.173 0.598 
 
 
Table 11: Responses proportions for question 2. I found the length 
of the test acceptable. 
 
First Draft 
Coding* 
 Negative Response Neutral Response Positive Response 
1 0.111 0.111 0.778 
2 0.063 0.134 0.804 
3 0.059 0.077 0.865 
4 0.375 0.250 0.375 
 
*First Draft Coding: 1 - minimal, 2 - topic sentence based first draft, 3 - incomplete 1st 
draft, 4 - completed first draft 
 
 
Table 12: Response proportions for question 9. I had enough time 
to revise my essay. 
 
First Draft 
Coding* 
 Negative Response Neutral Response Positive Response 
1 0.333 0.259 0.407 
2 0.268 0.196 0.536 
3 0.216 0.162 0.622 
4 0.250 0.000 0.750 
 
*First Draft Coding: 1 - minimal, 2 - topic sentence based outline, 3 - incomplete first 
draft, 4 - completed first draft 
25 
 
CHAPTER 5: DISCUSSION 
5.1 Discussion for Research Question 1 
Research Question 1: Is the first draft period used in a way consistent with process-oriented 
writing, either a) by writing a complete draft that they will be able to revise or b) by using it as a 
planning period?  
Although there was a very slight preference (53.4%) among test takers towards the types 
of first drafts that a University of Illinois ESL instructor would expect to see in the classroom, 
this number is barely over half of the test takers. It should also be noted that only 8 out of 369 
test takers, 2.2%, were able to complete something during the first drafting period that resembled 
a complete first draft. Additionally, none of the students whose final essays received the highest 
placement, P1, completed a first draft. This could suggest that the time given during the first 
drafting period is not enough to elicit a response similar to what an instructor would expect in the 
classroom. It could also be due to the lack of choice that the test takers had for sources or 
difficulty understanding the sources in the initial time provided. It should also be noted that of 
the 8 test takers who completed a first draft, one changed the argumentative position of the essay 
between the first drafting period and the final drafting period. Meaning their first draft and final 
draft had little to do with each other.  
While all of the first draft patterns showed some process-oriented writing in the broadest 
sense, they are not all authentic to how process-oriented writing is taught in the classrooms at the 
University of Illinois. Further research into the difference in distribution found in the first draft 
types among the placement levels might show that the students who rated in the highest 
placement were already familiar with process-oriented planning approaches and thus in need of 
fewer ESL classes at the University of Illinois. So, perhaps, the lower distribution of authentic 
first draft patterns among the lower placement levels still resulted in appropriate placements so 
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that they would have more time in ESL classes to become familiar with process-oriented writing 
techniques.   
5.2 Discussion for Research Question 2 
Research Question 2: Do test takers make revisionary changes between the first and final draft 
that are consistent with process-oriented writing or do they just add content to what they have 
already written? 
While the thesis statements and introductory paragraphs went through diverse changes, 
the first body paragraphs primarily only had content development. So, while test takers were 
more likely to make lexicogrammar edits or a combination of lexicogrammar changes and 
content development in their introductory paragraph, this was much less likely to happen in their 
first body paragraph. As only 20.8% of test takers had one or more paragraphs at the end of the 
first drafting period it follows that there would primarily be content development (D) occurring 
during the final drafting period. Some of these test takers made lexicogrammar changes to the 
outlines that they incorporated in their final drafts in addition to the content development (DL); 
however, 65.3% of test takers only added additional content (D). Perhaps if more of the students 
had written a first body paragraph then there would have been more diversity in the changes they 
made, like the changes that were made to the introductory paragraph.  
It should also be noted that the students whose final essays received the highest 
placements, P1, by the raters were the most likely to engage in content development (D), 88.2%, 
during the final drafting period. The other 11.8% of test takers whose essays received the highest 
placement engaged in a combination of content development and lexicogrammar changes (DL). 
What this suggests is that while the students may have engaged in process-oriented writing in 
creating an outline, engaging in a revisionary process was not necessary for success in this exam.  
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These results to not replicate the types of revisions expected from students in the ESL 
classroom at the University of Illinois. However, because this research was not undertaken using 
track changes, we are unable to fully determine whether test takers engaged in micro and macro 
revisions over the course of the final drafting period. Additionally, without the insight given 
from peers or an instructor between the first and final draft this portion of the exam could never 
be completely authentic to the ESL classroom at the University of Illinois due to the importance 
the ESL classes place on reflecting on reader comments.  
5.3 Discussion for Post Test Survey  
 The post test survey shows that the majority of test takers felt that the time they received 
to complete the exam, including time to revise, was acceptable. So despite the test not eliciting 
the time of process-oriented writing that instructors in the ESL courses at the University of 
Illinois would expect to see in the classroom, the test takers felt comfortable with the task. It is 
possible this is because, despite no longer being as thoroughly process-oriented as the original 
workshop based exam, test takers did receive more time to process the source materials and 
develop their writing than other writing exams, like TOEFL or IELTS. When compared to those 
exams, 20 minutes for a first drafting period and then 60 minutes to revise and complete a final 
draft is fairly luxurious. To address the data in Table 12, it is logical that a test taker who only 
wrote a minimal amount during the first drafting period would be less likely to feel positively 
about the amount of time she had to revise than the test takers who wrote more or completed 
more thorough planning. In Table 11, it is unclear why the test takers who submitted a completed 
first draft would be less likely to find the length of the test acceptable.  
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CHAPTER 6: CONCLUSION 
Based on the results of this study, the 2018 modified version of the workshop based 
process-oriented EPT no longer functions as the original nor does it replicate the types of draft or 
revision patterns that would be expected in the ESL courses at the University of Illinois. Test 
takers, however, are satisfied with the length and revision time allotted in the exam. The major 
shortcoming with this study is that the researcher could only see what was submitted at the end 
of each writing period. Lee (2006) used track changes while the students were writing so that the 
researcher could also see the changes that occurred during the writing period, not just from one 
writing period to the next. As of 2019, the University of Illinois ended the process-oriented 
writing exam experiment and returned to an EPT with only one writing session. This research 
finds the 2018 version of the exam closer to a single timed writing session exam than the original 
workshop based exam and supports that decision. While the ideal version of the EPT is probably 
much closer to Cho’s 2000 version of the exam, it is not feasible to undertake that process for the 
number of students who require testing now with the resources available to the Linguistics 
department.    
A lot of further research could be undertaken with the information in this data set. There 
were interesting relationships between placement and first draft coding that could be researched 
further in order to better understand how to improve student placement scores as in each ESL 
classroom there are still often large discrepancies in the writing abilities of the students. 
Additionally, further research into the effect on the topic on student outcome needs to be 
addressed as cursory analysis revealed large differences between placements. 
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APPENDIX A: DESCRIPTION OF CODES AND TERMS  
 
First Draft Coding 
Abbreviation Title Description 
1 Minimal Condensed category for first draft codes 1a, 1b, and 1c 
1a Individual Keywords Author has only written two or three words in the first draft  
1b Formulaic Sequences 
and Expressions 
Author has written only formulaic sequences like “Introduction” 
“First” “Nowadays” without any information about the content of 
their essay 
1c One or Two Sentences Author has written one or two sentences only. Generally a thesis 
statement or the beginning of the introduction. 
2 Topic Sentence Based 
Outline 
Condensed category for first draft codings 2a and 2b 
2a Topic Sentence Outline Author has written an outline with the topic sentence for each 
paragraph. May or may not include a thesis statement  
2b Introduction + Topic 
Sentence Outline 
Author has written an introductory paragraph (or most of an 
introductory paragraph) as well as a topic sentence outline (as 
described in 2a) 
3 Partial First Draft Condensed category for first draft codings 3a, 3a+, 3b, and 3c 
3a Introduction Only Author has only written an introductory paragraph of at least 3 
sentences. Less than 3 sentences is coded as 1c. Essays with 
conclusions have been included in this category 
3a+ Introduction + 1 or 2 
sentences 
Author has written an introductory paragraph of at least 3 sentences 
and started a second paragraph of less than 3 sentences.  
3b Extended outline Author has written a full outline that has more information than just 
a topic sentence. There may be some partially completed body 
paragraphs, but it still primarily is in an outline format  
3c Complete Paragraphs, 
incomplete outline 
Author has written at least one body paragraph consisting of 3 or 
more sentences but has not included an outline.  
4 Complete First Draft Author has written an introduction as well as multiple complete 
body paragraphs. Could be considered a complete first draft if a 
conclusion was missing.  
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Thesis Change Coding 
Abbreviation Title Description 
N No Thesis Present Author did not write an interpretable thesis in the first draft, thus no 
changes could be observed 
E Exact Author has kept the thesis exactly the same from the first to the final 
draft 
L Lexicogrammar 
modification 
Author wrote a thesis in their first draft and made small lexico 
grammar changes. Including capitalization changes, changes to comma 
or period usage, word choice, inclusion of phrases (in my opinion, 
therefore, etc), small changes to the structure of the sentence. This does 
not include the addition of new content  
D Content 
Development 
Author made additions to their thesis that were substantial and content 
oriented. For example, the thesis changed from something like “support 
automated scoring system” to a fully developed sentence. 
C Topic Change Author changed the position of their thesis from the first to the final 
draft.  
Introduction and Paragraph Change Coding 
Abbreviation Title Description 
E Exact Author made no changes. The writing is exactly the same from the first 
to the final draft.  
L Lexicogrammar Author made one or more lexicogrammar changes to the introduction. 
No additional content was added. The final paragraph resembles the 
first draft paragraph closely.  
D Development Author added content to the paragraph without making changes to the 
writing that was already there OR the writing that was already there no 
longer resembles itself closely enough for the changes to be considered 
solely lexicogrammar 
DL Development + 
Lexicogrammar 
Author made lexicogrammar changes to the content that was already 
written as well as adding additional content 
C Content Author changed the idea present in the paragraph. 
*Note: This code is not used if the paragraphs were just rearranged in 
the final essay 
M Minimal The addition of this code means that the final paragraph had less than 
two sentences.  
*Note: If both of the sentences were highly complex or long run on 
sentences than the paragraph may not have received this code 
T Translation The addition of this code means that some portion of the first draft was 
written in a different language and then translated for the final draft. 
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General Abbreviations 
Abbreviation Title Description 
P1 Placement 1  Refers to essays that received A ratings from two raters or a 
combination A and a B rating 
P2 Placement 2 Refers to essays that received B ratings from two raters, a combination 
of a B and a C rating, including essays that required three ratings and 
may have resulted in the combination A, B, and C  
P3 Placement 3 Refers to essays that received C ratings from two raters or a 
combination of a C and a D. In a third rating situation, the presence of 
two C ratings or a C and a D negates the presence of any A or B 
ratings. 
EPT English Placement 
Test  
Refers to the English Placement Test for international students at the 
University of Illinois 
Summer 2018 EPT Topics  
Abbreviation Title Essay Topic Prompt 
SS Single Sex Should the United States still allow single sex education in public 
schools? 
DST Daylight Saving 
Time 
Should the United States continue to practice Daylight Saving Time? 
EB E-Books Should schools adopt E-Books instead of paper textbooks? 
AuSS Automated Scoring 
Systems 
Should large scale tests use automated scoring systems? 
PhP Pharmaceutical 
Patents 
Should governments provide patents to pharmaceutical companies? 
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APPENDIX B: POST-TEST SURVEY QUESTIONS 
Post-Test Survey Questions  Response Type 
1. I was prepared to take the EPT. 
5 point Likert Scale - Strongly 
Disagree to Strongly Agree  
2. I found the length of the test acceptable. 
5 point Likert Scale - Strongly 
Disagree to Strongly Agree  
3. I found the instructions for the EPT easy to understand. 
5 point Likert Scale - Strongly 
Disagree to Strongly Agree 
4. I found the reading passage for the EPT easy to 
understand. 
5 point Likert Scale - Strongly 
Disagree to Strongly Agree 
5. I believe the tasks on the EPT reflect the academic writing 
tasks students do in classrooms. 
5 point Likert Scale - Strongly 
Disagree to Strongly Agree 
6. I had enough time to plan my essay. 
5 point Likert Scale - Strongly 
Disagree to Strongly Agree 
7. I think writing a first draft was helpful. 
5 point Likert Scale - Strongly 
Disagree to Strongly Agree 
8. I was able to write a better essay based on the first draft. 
5 point Likert Scale - Strongly 
Disagree to Strongly Agree 
9. I had enough time to revise my essay. 
5 point Likert Scale - Strongly 
Disagree to Strongly Agree 
I was required to take the EPT. Yes/No 
Which year are you in? 
First year, Second year, Third 
year, Fourth Year or Higher  
I was informed by my department that I would have to take 
the EPT. Yes/No 
I was advised by my advisor to take the EPT. Yes/No 
How long have you been in the US? 
0 - 3 years or more divided by 6 
month increments  
Have you attended schools that used English as the language 
of instruction prior to enrolling in UIUC? Yes/No 
I create outlines for essays and papers. Yes/No 
I write multiple drafts for my essays and papers. Yes/No 
I type my assignments on a computer. Yes/No 
I search for information on the Internet. Yes/No 
I email professor/classmates for questions and information. Yes/No 
I chat with classmates online to discuss homework. Yes/No 
 
. 
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APPENDIX C: FIRST DRAFT CODING TEST TAKER EXAMPLES  
 
The formatting for these examples has been kept the same as they were submitted.  
 
Example Individual Keywords (1a) from test taker 373 
 
“Automated scoring system? of course. 
 
consistently of the machine 
 
effectively     more flexibility less time and money  
 
though lack of creativity ... 
 
taking” 
 
Formulaic Sequences and Expressions (1b) from test taker 58 
“In our today” 
 
One or Two Sentences (1c) from test taker 223 
“In order to be admitted to attend to any educational program in the United States, foreign 
students are required to submit a minimum admission score on an English proficiency test; tests 
as the IELTS and the TOEFL iBT are usually used to measure those levels of English 
proficiency.” 
 
Topic Sentence Outline (2a) from test taker 165  
“Intro:automated scoring systems Should be used to grade test answers. 
 
  
 
1. waste of time & resource. Many works can be done by computer 
 
grammar word etc are easy to evaluate 
 
  
 
2. toefl  IELTS are not creative write. total creative writing is not so much. 
 
  
 
3.improving cs algorithm  eg. AI  minor: every newborn thing are inevitably objected” 
 
Introduction + Topic Sentence Outline (2b) from test taker 411 
“Nowadays, there is a growing concern in regards to the question that if we should allow the 
single gender programs in public school.Many people believe that the single gender programs 
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can help the student to improve their performance and give an chance to the public school that 
can help them to educate their student easier.However, from my perspective, I don't think the 
single gender programs is necessary in public school and we need to give it up. 
 
To begin with, in fact, the singe gender program is a signal of the discrimination+example of 
law, what, why we have this law. 
 
Secondly, the single gender program may affect the personality of the student when they step in 
to the society.+example some school start a class 
 
Finally, we have many other choices to help students to have a good academic performance.” 
 
Introduction Only (3a) from test taker 57 
Due to a great number of standardized tests that need to be graded, the new method for grading 
has been adapted throughout the society; automated scoring system. An automated scoring 
system has an advantage over human raters in the aspects of consistency and flexibility. 
Automated scoring system never get tired or subconsciously fall into the stereotypes while 
grading, which improves the consistency. Also, because automated scoring system can grade 
faster, there can be more topics on the test and this improves the flexibility of measurements in 
the abilities of students. However, the shortcoming of automated scoring system is critical and 
should be underscored. An automated scoring system has not developed the way to appreciate 
the style or the creativity of the test takers. In my opinion, lack of ability to measure the style or 
the creativity of t 
 
Introduction + 1 or 2 sentences (3a+) from test taker 77 
“American society has seen that single sex schools are situated at the center of controversy for its 
pros and cons. A recent research in 2015, The Education of Single Gender, for instance, led by 
University of Rochester, concluded that over sixty-seven percent of respondents revealed a 
positive view on single sex education. In the same vein, the research, U.S. Single Sex Education, 
bases it entire argument on disagreement in the research. Without any hesitation, I strongly 
support the a's idea focusing on a rosy picture of single sex schools on the following three 
reasons.  
 
First of all, all boys and all girls schools are helping thousands of students in single gender 
programs to improve academic achievements. To support this, the reading passage states that”  
 
Extended outline (3b) from test taker 294 
“Idea: ebook 
 
situation: definition: electronic version of book; ebook grow fast, 2012 80%; whether school 
should replace traditional book with ebook is a question 
 
Argument: 
 
1. e device is highly avaliable. 
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Data: 75% have own desktop + 10% of total population do not have high-speed internet access 
and many university and college have school network 
 
[6] give misleading: should investigate on school which we are talking about rather than all the 
Americans 
 
  
 
2. low cost, portability 
 
Data: [1]save 250-1000 per y per stu; school less maintenance in lib; [2]1-2 pounds for 1400 
books 
 
  
 
3. multimedia 
 
enrich the class, make stu more engaged; clearer expression and easier to understand 
 
Data:[3]77% increase motivation 
 
  
 
4. problem mentioned in [4][5] 
 
we need to try to solve problem instead of stop from advancing 
 
eye dry, text neck VS heavy bag and shoulder issue 
 
pollution to manufactory VS paper 
 
distraction anyway” 
 
 
Complete Paragraphs, incomplete outline (3c) 
Firstly,on the aspect of law,the gender separative education can be considered as a potential 
violence on the US law which asserted that any government-financed educational program must 
notdiscriminate by sex.Before 1930's,women had been through educational-discriminated times 
whichthey are kept away from accessing higher education and only allowed to reach some home 
economicsin schools that are separated from men.Then,with the help of Title IX law,women are 
able to access more intellectual courses.If the gender separative education gets more prevailing 
in US, this trend might be taken as a sign of cultural step-back to gender-based education society 
and an overlook on the law. 
Secondly,on the aspect of students' future development,gender-divided education might cause 
some incomplete on students' 
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Example Complete First Draft (4) from student 370 
The Daylight savings time(DST) as it is popularly called is followed inconsistently across the 
entire world because of various reasons like demographics across countries and country specific 
policies driven by people/businesses. However i am a strong proponent of DST inspite of many 
counter arguments that can be presented. There are multiple reasonings for my argument which 
can be enlisted as below 
 
Firstly i strongly believe that increased DST leads to Productivity increases. I have personally 
seen productivity decreases in many parts of Asia from where i come and feel sunlight is not 
been used effectively.  More sunlight means more time for families to spend together post work 
and more outdoor activities which leads to stronger family bonding. Also it results in increased 
torusim and outdoor sports like golf leading to business growth for different industries like 
tourism/restaurants/Shopping centres. This is well supplemented by evidence of increased 
spending on gas and outdoor sports like Golf. 
 
Secondly increase in light exposure leads to improved health benefits like decrease in Vit D 
defeciency, eye strains, obesity and a host of other health issues. Decrease in sunlight can lead to 
many anxiety disorders and depressing thoughts.Through there can be counter agruments about 
lack of sleep deprivation leading to increase in accidents because of fatigue. However i feel that 
the pros far outweigh the cons of DST. Morever we are living in a networked world where cross 
demography movements are a norm and human beings are always shown to easily adapt to new 
the fast changing world. 
 
Thirdly i beleive that the more daylight in evenings results in decrease in criminal activities as 
statistics show that most criminal activities happen  during evening time where criminals take 
advantage of less people outside and less light. Also fatalities by car accidents are definitely 
decreased because of driving in lighted conditions. Many people would argue that sleep 
deprivation lead to accidents on road or at work. These could be true in some cases but overall i 
feel the benefits far outweigh the negatives. 
 
Fourthly, i feel that the increased money savings for families and outdoor industry like 
restaurants 
 
